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Today, perhaps more than ever before, much attention
is being given to educational change and planning, to the
quality of education in the nation. One of the first sub-
ject areas to be upgraded is reading.
The ability to read is an important element in life
in every corner of the world. The illiterate does not
experience individual and social life fully. The struggle
against illiteracy is one of the most gigantic and demanding
tasks of our present generation. And this multifaceted task
concerns all of us.
In the current campaigns being waged in the United
States to assure the "right to read," particular attention
is being given in many schools, to various kinds of dis-
advantaged laerners, including the mentally retarded. How-
ever, to assume that all children who are failing to achieve
at grade level or within the normal range can, by special
effort or,a change in the reading program be brought up to
a level predicted on the basis of chronological age is
1
2
unrealistic. The thrust of the right to read effort was,
as originally conceived, toward seeing that' each individual
achieves to the li~its of his capacity.!
This is where the mentally handicapped are especially
concerned. The retardate may never reach the grade level
to which his chronological age corresponds, but if the
teacher can bring him as far as his ability allows him, she
has done an excellent work.
There are priorities established for the accomplish-
ment of the "right to read" goal. To be able to read, the
child must bring to the reading situation several competencies
which will enable him to give meaning to the printed words.
He must have an adequate speaking vocabulary and oral language
structure. He must have the ability to comprehend conver-
sation and to use oral language appropriately to the level
on which he wishes to read. 2 It can be seen, therefore,
that reading is a complex procedure.
The late Ruth Strang stated that:
Certain underlying mental abilities may facilitate or
inhibit a child's reading development. If the functioning
of these abilities can be improved, it may be possible
to raise the child's level of reading achievement. 3
l Roy A. Kress, Marjorie S. Johnson, The Editorial,
The Reading Teacher, XXIV, No.1 (October, 1970), p. 2.
2George Kaluger, 'Clifford J. Kolson, Reading and Learn-
ing Disabilities (Columbus, Ohio: .Charles E. Merrill Publishing
Co., 1969), p. 5.
3Ruth Strang, "Explorations of tIle Reading Process, n
Reading Research Quarterly, II (Spring, 1967), p. 37.
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Statement of the Problem
The task of the reading teacher is very challenging,
especially when working with the mentally retarded. The
purpose of this paper is to describe certain reading methods
that can be used in teaching the mentally retarded so that
they can achieve to the limits of their capacity. These
methods and skills are the san;eas those taught to normal
children, but taught and retaught in different ways. In
other words, the mentally retarded must be over-taught. The
teacher must be careful not to measure global reading pro-
gress only but rathe,r to identify specifically what a
reader has or has not learned, whether he is learning at a
rate commensurate with ability, and what kinds of reteaching
may be necessary.
've must also work much harder at helping youngsters
establish their own purposes for wanting to read. Perhaps
one of the gre~test motivations for the slow learner is
experiencing the enjoyment that can be realized from the
reading process. To know· this enjoyment the reader must
often-have the opportunity to choose what he wishes to read.
Significance
It~must be stressed that the total reading act
encompasses more than the decoding although, . admittedly the
reading process must begin here. Reading is only one form
4
of language processing and while it is certainly a most
vital one, the teacher needs to understand that it is not
the only way in which the human transaction takes place
and information is transmitted. This point is made here
because content area teachers often insist a pupil cannot
learn because he cannot read the material. The terms
"learning" and "reading" are not synonymous, nor does a
cause-effect relations~ip necessarily exist between them.
It is equally important for the teacher to realize that
reading can and should be taught as part of the language-
communication cluster in every subject area. In this way
the teaching of reading rather than being an esoteric and
"magical" affair reserved for the reading period becomes a
matter of communication inseparable from each and every
teaching situation. 4
Summary
Not all children progress at the same rate. Even
among pupils of adequate ability, but especially among the
mentally handicapped, some meet problems that delay or block
learning. The effective developmental reading program is
thus built on a foundation of early diagnosis of inadequacies,
careful evaluation of needs and abilities and the utilization
of professionally designed methods and,materials.
4Evelyn Jan-Tausch, "Reading as Language,11 ~
Reading Teacher, XXIV, No.2 (November, 1970), p. 153.
CIiAPTER II
REVIElv OF LITERATURE
Readiness for the Learning of Reading
Education is a field in which no one has all the
answers. This is even more true for a relatively new branch
of that field, the education of the mentally retarded. l
The language development of a child during his
early school years is of the utmost importance to his ~ntire
life. If communication is easy for him, he tends to learn
easily and to enjoy school. The child whose mind is re-
tarded in its development will, of necessity, be retarded
also in speech. He comes to school using a small vocabulary
and immature speech patterns. His usage may be poor and
his articulation infantile. His problem is not so much a
remedial one as it is one of development. Contact with
·other children who speak better than he and the good example
of the teacher are his best sources of help. The child
gains nothing from attempts to force him. He can develop
lLaura J. Jordan, "Classroom Techniques," Education




only as rapidly as nature has made it possible for him to
progress.
Ruth Strickland has pointed out that teachers can
learn three things about children if they listen to their
speech. First, the quality of a child 1 s language reflects
the language of his home and neighborhood. Second, the vocab-
ulary a child uses tells something about the breadth of his
experiences, real and vicarious, and the extent to which he
has talked them over with adults and older children. The
quality of his language--whether it is standard or non-
standard--reveals nothing about his I.Q. Third, how he uses
language tells about his self-concept; whether he is con-
2fident and outgoing or timid and repressed.
Again according to Strickland the mentally retarded
child will learn largely through firsthand experiences. He
is incapable of much, if any vicarious learning. Firsthand
experiences with things and people will gradually build
vocabulary if the words that go with the experiences are
used in many ways, over and over. Returning from first-
hand experiences to study the same thing in picture often
helps to reinforce the learning. He will learn in just the
same ways as normal children, but he will reach each stage
2 .
Ruth G. Strickland, "Children Before Methods," Re-
port on Reading Conference (New York University, 1968),:P. 27.
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at a later age, and will remain in each stage longer than
will normal children. Encouragement and sympathetic
interest will spur him on, while efforts to force him will
only add to his problem through undermining his faith in his
ability to learn. 3
Besides understanding of language the major factors
contributing to reading success are sufficient mental age,
background of experience, social and emotional development
and maturation in the areas directly related to word recog-
nition. No one particular factor can be said to be the
contributing factor toward reading success or failure. The
factors enumerated are interdependent and all encompassing
in their influence.
Larrick states that from birth a child is growing
physically, emotionally, socially and mentally and as he
grows he is learning. 4 With the acquisition of physical
skill, a child is learning to communicate with others.
In the home, when a child observes actions like
combing hair, or tying shoe strings, he can imitate these
actions. The actual process of reading cannot be imitated.
Almy states that: an environment that provides the child
with many opportun~ties for varied sensory and motor
3Ruth G. Strickland, Guide For Teaching Language in
Grades 1 and 2 (Boston: D. C. Heath and Company, 1962), p. 19.
4Nancy Larrick, . "Parents' Guide to Children's Reading,"
The Reading Teacher, XXIII (March, 1970), p. 536.
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experiences is essential. So, too, is the presence of people
who read and write and who share these activities with
children. 5
''lard interprets reading as the "ability of a child to
draw from ideas and experiences • • • his and those of others
• • • which have been put into written or printed form and
to reproduce these in ways which satisfy the listener that
he comprehends and can utilize those ideas. 6
Administrative Approaches
There is no single superior method or approach to
the teaching of reading that meets the needs of all chil-
dren. \Vhat is beneficial for one child may not be effective
for another. The Harvard Report on Reading in Elementary
School makes the recommendation that:
No single method of instruction in beginning 'reading be
advocated but that a variety of approaches be utilized
and that these be adjusted to the competencies and needs
of individual children and that research studies be
initiated to determine the interrelationship of personality,
socio-economic backgrounds, ability, and the various ap-
proaches to teaching reading particularly at the initial
stages of reading instruction. 7
SMillie C. Almy, uYoung Children's Thinking and
the Teaching of Reading,~ Issues and Innovations in the
Teaching of Reading, ed.,by J. L. Frost (Chicago: Scott
Foresman, 1967), p. 93.
6Evangline ''lard, . "A Child's First Reading Teacher: His
Parents," 'The Reading Teacher, XXIII (May, 1970), p. 757.
7Mary C. Austin and Coleman'M~rrison, The First R
(New York: Macmillan Company, 1963), p. 43.
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Individualized Reading
The past ten years have seen more and more mention
of individualized reading in the professional literature.
A review of the articles on individualized reading makes it
difficult to define what is meant by the term. There appear
to be many personal ideas concerning the definition of
individualized reading. Every writer seems to have his
own concept of what the term embodies. L. C. Hunt states
that:
Individualized reading is a program organized to give
particular attentioo to the needs and interest of each
individual student.~
However, the common elements from these articles have been
extracted for presentation here.
The basic principle of' individualization is that all
children differ as to level of development and rate of
learning. To require all children to read from the same
book and to subject them to the same exercises violates
these differences. Instead of using the basal reader as
the primary tool, a trade ,book is designed for the general
public and is written pri~arily for individual reading. It
does not constitute a basal text. Proponents argue that
basal readers are dull and deadening, whereas trade books
are interesting. These books are found in abundance and
any child can find something he is interested in reading.
BReading and Inquiry, International Reading Association
Conference Proceedings (Newark, Delaware, 1965), p. 146.
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The second principle of individualized reading.is the
principle of seeking. All humans are curious. This causes
them to continually search their environment. In addition,
each human has certain needs and these searches of the environ-
ment are an attempt to satisfy these needs. Therefore, the
teacher using the individualized reading approach sees to
it that r, the environment is saturated with a wide variety
of attractive and interesting books at varying levels of
difficulty and covering a wide range of topics. The child,
in his seeking activities will explore this environment
which contains books.
This seeking activity leads to the third princ~ple,
that of self-selection. In his seeking activities the
child will find a book which he feels satisfies a need or
arouses his curiosity. He will begin to read this book.
Although the teacher may, on request, guide the child in
making a selection, she never interferes with his selection
even though she may feel that the book is wrong for this
particular child.
The fourth principle is that of pacing. Under what
the individualized reading proponents call the "look, step"
method of the basal reader, it is the teacher who determines
how fast the class will go. Under individualized reading
the child sets his own rate of reading and, therefore, is
never pushed ahead as children under the basal approach
often are.
11
As children read their individual books, the teacher
serves as a guide and helper. Through this guiding and
helping activity, she identifies needs of individuals and
organizes small group practice for children needing the
same skill development. She sets up individual conferences
and prepares practice sentences for individual pupi1s_\ The
teacher is expected to have individual conferences with each
child at least once a week to check on his progress, his
needs, and his plans for future reading. 9
The Nongraded School
Another trend which seems to be gaining momentum
in the American schools is that of the nongraded school.
This approach represents an attempt to make the school fit
"the child, rather than changing the child to fit the school.
Current writers define tlie nongraded unit as a "pattern of
organization designed to insure full recognition of individual
differences in the instructural setting by the elimination of
arbitrary grade classifications and grade expectations. IlIO
9George Kaluger and Clifford J. Kolson, Reading and
Learning .Disabilities (Columbus, Ohio: Charles.E. Merrill
pUblishing Company, 1969), pp. 188-189.
IOLouis T. Di Lorenzo and Ruth Salter, "Cooperative
Research on the Nongraded Primary," Elementary School
Journal, lXV, No.5 (February, 1965), p. 269.
12
Or, ,to illuminate another aspect of this scheme,
the nongraded primary is an organizational unit "that per-
mits continuous educational progress for all by providing
individual children opportunity to work at their own rates
of speed without fear of failure."ll
There are some educators who believe breathing life
into the theory of the nongraded primary is more difficult
than one would initially assume. Examinations of various
"")
nongraded programs and visits to nongraded schools force
some educators to conclude that much of what is labeled non-
graded is in truth simply another form of grad~ng. In these
schools, children are grouped by ability, by reading age,
by general academic. prog~ess, by interest, or by anyone of
a number of variables.
Contrasted with such grouping, the true nongraded
primary takes all kindergarten, first, second, and third
graders and randomly assigns them to primary teachers. With
such a procedure, the typical nongraded unit of children will
have within it equal numbers of five-, six-, seven-, and eight-
year aIds. The child remains in this primary unit as long
as he needs. Once he is capable of doing the work required
of a primary child, he moves into the upper grade unit.
llReading and Inquiry, International Reading Associa-
tion Conference Proceedings (Newark, Delaware, 1965), p. 128.
/
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Such a move generally takes four years. It may
take five or more, or it may take as little as two or three,
based on the needs and abilities of the individual. Clearly,
the mentally retarded child will take longer than the average
four years.
The nongraded primary offers an opportunity for
teachers to make use of their own special abilities •. One
teacher might be particularly skillful in developing the
auditory and visual readiness of reluctant readers, while
another might be interested, in oral reading and a third en-
joys development of comprehension skills. The child is
assigned to a homeroom teacher for much of his instruction,
but he moves from teacher to teacher for specialized assis-
tance. So far as we know there are more benefits than dis-
advantages for the child who associates with several bright
interested adults. 12
The proponents of the nongraded primary claim a
number of advantages for their approach to the teaching of
reading. First they claim that the nongraded primary will
provide a program which will better meet the needs of each
child since it breaks the large grade steps into from twenty-
eight to fifty smaller levels of achievement. Secondly,
12Ramon Ross, "Reading Instruction in the Ungraded
Primary," Reading and Inquiry, Proceedings of the Annual
Convention of International Readin Association (Newark,
Delaware, 19 5 , x, p. 12 •
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these levels of achievement permit each child to progress .
at his own rate of speed. It is claimed, thirdly, that
this program permits more opportunities for establishing
teacher-learner situations which would contribute to better
social and emotional adjustment of the child. The impli-
cation is that pressures and frustrations are greatly
reduced. Fourthly, the nongraded primary prevents many of
the problems resulting from a child needing to repeat a
grade. The child moves along continuously at his own rate.
Some children become reading disability cases because they
have a maturational lag and do not progress too well in the
first two' school years. However, given the chance, they
usually catch up in their third year--~nd without the stigma
of having failed a grade. 13
Individual instructions and improved mental health of
students are worthy goals. The ungraded primary offers
assistance in both of these areas. However, reading in-
struction may pose an even greater problem for the teacher
of the nongraded cycle than for the regular classroom teacher
because of the increased range of abilities present in a non-
graded classroom. The teacher needs help in providing quality
reading instruction. Adequate.diagnostic techniques, pupil
teams, learning kits, a wealth of good books, parent support
13George Kaluger and Clifford J. Kolson, Reading and
Learnin~Disabilities (Columbus, Ohio: Charles E. Merrill
Co., 19 9),. p. 190. .
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and assistance, and a tough spirit are needed. With them,
it may be that the nongraded primary can make the first
years successful ones for larger numbers of children and
a wider variety of them.
Linguistics
For children to comprehend what they read, they must
be able to understand the written language structures by
which ideas, information and concepts are conveyed. Al-
though children may be fluent in their use of o~al language
and may have acquired control over the basic sentence patterns
of the English language by the time they enter school, it
does not follow that this fluency will automatically trans-
fer to written language structures. Furthermore, although
a child may have acquired the basic patterns of the language
by the time he enters school, it must be remembered that the
task of manipulating more and more complex structures still
lies before him. 14
For the last thirty years or more, linguistic scholars
have been ~oying with the idea of app~ying the knowledge
they have acquired on the development and characteristic~ of our
spoken language to the problems of reading that language.
One or two linguistic scholars have tried to assemble some
14William T. Fagan, tlTransformations and Comprehension,tl
The Reading Teacher, XXV (November, 1971), p. 169.
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of,the regular characteristics of the spoken language
into printed form which might serve as practice materials
for children starting to read the language. 15
Linguistics! 'Vhat is it? The analysis of the
speech-sounds of a language so as to develop a systematic,
scientific description of that language is known as
linguistics. 16 The science of linguistics is in its infancy
in that the identification and structuring process is still
in a developmental stage. Therefore that which the writer
of this paper presents here is what some--perhaps a majority,
but not all--linguists believe.
The linguists believe that our language is made up
of phonemes. A phoneme is a unit of sound in spoken
language. The~e phonemes are expressed in writing by
graphemes. A grapheme is one or more letters of the alphabet
representing a single sound. Combinations of graphemes or
phonemes which transmit meaning are called morphemes. The
morpheme mayor may not be a word. The key to a morpheme
is that it conveys meaning, such as the s in cats. Although
there is some disagreement among linguists as to the number
of phonemes in the English language, they generally place the
number somewhere in the' forties, with forty-four being close
to the central tendency. A phoneme may be represented
i5Leonard Bloomfield and Clarence Barhart, "Let's
Read A LinfuistiC AEEroach (Detroit: Wayne State. University
Press, 1961 , p. 6.
16Kaluger and Kolson, Reading and Learning Disabilities,
P.. 364.e
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by one or more graphemes. Likewise, each grapheme may
signify one or more phonemes. The symbol-sound relationship
in English is not always predictable.
The linguists have divided word symbols into
predictable sounds and unpredictable sounds, according
to their spelling and the sound-symbol relationship. The
predictable sounds are taught as patterns whereas the un-
predictable sounds are taught as being exceptions to the
rule. The linguists claim that if phoneme-grapheme rela-
tionships are taught, these patterns can be applied to a
large number of predictable words. As a result, this ap-
proach would eliminate the necessity of memorizing a large
number of word forms in learning to read.
A review of the literature on linguistics seems to
have the following implications for the reading program.
(1) Children should first be taught the phonemes and
their corresponding graphemes. (2) The vocabularies of
beginning readers should be 'controlled so as to present only
two to three letter monosyllabic predictable words. (3)
Configuration clues should be minimized. According to
some linguists, configuration clues should be eliminated.
(4) Picture clues should be eliminated since they tend to
(







One attempt which is widely used to improve the
teaching of reading is the experience approach. This
approach is based on the belief that the children's own
experiences should serve as the basis for their reading
text. The children would first share a common experience.
This experience could be a field trip, such as a visit to
a farm, to the post office, or some such place, or it
could be a special classroom activity such as a program,
a party, or a project. After discussing the experience,
the class would compose a story concerning the experience.
The teacher would write down the story on a large chart.
After the story had been written, the children would read
the story. The following day, they would review the story
by reading it again. The common experiences and the class-
composed story are believed to provide a motivating,
meaningful approach to reading. Since the children wrote
the story, their interest should be maintained in it and
the vocabulary should be understandable. Dechant says
that this experience method "de-emphasized the importance
of systematic and s'equential presentation of materials in
favor ~f purpose, interest and meaning."l8 Certainly
l8Emerald Dechant, Diagnosis and Remediation of Reading
Disability (West Nyack, N.Y.: Parker Publishing Co., Inc.,
1970), p. 150.
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this approach would typify the current reading needs and
wants of children--purpose, interest, meaning. Today,
however, few schools teach exclusively by the experience
approach; but on the other hand, few primary teachers fail
to use some form of experience chart in their teaching of
the reading program. l9
Programmed Learning
In the field of word attack skills, several types
of cues lend themselves nicely to programming: phonics,
syllabication, structural analysis, and even contextual
analysis. Programming is the preparation of a program or
procedure, which in this case, seeks to alter behavior
through the reinforcement of operant behavior. 20 This
approach applies Skinnerian learning theory.
TIle subject matter to be learned by programmed
instruction is divided into simple, easily accomplished
steps. The learner is to make a response at each step.
Each response is immediately reinforced, either positively
or negatively. Positive reinforcement tends to elicit the
same response with greater speed and frequency i~ the future.
If, however, the learner made an incorrect response, he
immediately receives a negative reinforcement which serves




to weaken the frequency and strength of the undesired
response. In most instances, this is the case but, more
realistically some children, especially the mentally
retarded, have the tendency to ignore the incorrect response.
Consequently the ne~ative reinforcement is either inhibited
or cancelled completely.
The advocates of programmed instruction claim
several advantages for this approach to teaching. They feel
that learning will take place under this method because the
student is an active participant in the learning process.
As the student works his way through the material, giving
answers and having his correct answers positively reinforced,
his reflective thinking and immediate recall are strengthened.
He actively seeks the knowledge and he captures it. A
second advantage is that the student controls this part of
the learning situation. He is responsible to himself, so
to speak. He manipulates the material and he utilizes it
as he sees fit. This leads to a third advantage. The
student works at his own pace. Relieved of extreme pressure,
he is less apt to have tensions and anxieties which can
hinder his learning progress.
Much research has been done recently concerning pro-
grammed instruction. Indications are that multiple choice
items are superior when the aim is recognition. \~en the
21
aim is total recall, write-in responses seem superior.
At present little research has been done to give conclusive
evidence concerning the transfer of learning.
21
Letter Sound Correspondence
The Spaldings have proposed that reading instruction
should begin by correlating writing the letters with
learning the sounds of the letters. Basically their approach
is a phonic system designed to entrench phonic knowledge
through the employment of as many senses as possible. Be-
fore any reading is done, the children are taught the letters
of the alphabet, and the sounds they signify. As many senses
as possible are used in teaching the letters~ The ch~ldren
visually see the letter, kinesthetically (through writing)
feel the configuration of the letter, tactually (through
finger contact) feel the letter, and auditorally hear the
letter by saying the sound.
\Vhen sounds are learned, they are blended phonetically
to form words. The children learn rules for doing so. If
a word gives difficulty an approach similar to the one used
in teaching the sounds. originally is employed to overcome
the obstacle. The child is taught to respond to a visual
22
or auditory stimulus--a letter name or letter sound--with
the name of the letter a keyword, and the sound of the
letter. 22
The Open Court Readers use a strictly phonic
approach to learning to read. The first grade materials
from this series employ a multi-sensory approach to
establishing an understanding of sound-symbol relationship.
Children experiencing phonic difficulties many times can
be aided by this approach. 23
The steps in the Fernald method vary from word
tracing to word analysis and are determined somewhat by
the ability and progress of the child. Fernald's method
is a VAKT (visual, auditory, kinesthetic, and tactile)
method. There are similar methods labeled only VAK. In
these, the pupil does not do any tracing of the word. 24
Numerous writers have advocated phonetic methods
both for remedial work and as a general portion of the
developmental program. Monroe, in 1932, evolved a synthetic
phonetic approach using considerable repetition and drill.
The basic emphasis was the development of auditory discrimina-
tion. Pictures are mounted on cards and the child is taught to
22~omaldo B. Spalding and Walter T. Spalding, The
Writing Road to Reading (New York: Whiteside, Inc., and Wm.
Morrow an4 Company, 1957), p. 185.
23Kaluger and Kolson, Reading and Learning Disabilities,
p. 244.
24Grace M. Fernal~ Remedial Techni ues in Basic School
Subjects (New York: McGraw-Hill Book Co., 19 , pp. 21-1 1.
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identify initial consonants and consonants followed by a
vowel. After a few of these phonetic elements are known,
blending is begun. Gradually the child is initiatied into
the reading of specially written stories. Tracing is
used in this method as the need arises, but the child uses
a pencil rather than the forefinger. Monroe found her
method to be highly successful with serious reading dis-
ability cases and with children who have great difficulty
· k· · 1 · t· 251n ma 1ng, V1sua aSSOC1a 10n8.
Considering the multi-faceted approaches and innova-
tive reading programs available today, one is overwhelmed
with the variety and diversity of materials. Yet as we
investigate more thoroughly we sense the scarcity of
methods and materials which have been subjected to intensive
research studies applying these approaches to the retarded
child. The review of materials and methods discussed in this
chapter seems to suggest that the burden remains on the
teacher. Individual differences in children indicate that
the "ideal" situation would be to allow each teacher to
utilize the approach most applicable to each child's learning
problem., Individualized instruction is a method most beneficial
to each i~dividual child. A program carefully planned,
25111arion Honroe, Children ''lho Cannot Read
University of Chicago Press, 1932,)., pp. 111-136.
(Chicago:
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executed, and reinforced could well be. the answer to the
problem of teaching reading skills to the mentally
retarded.
To analyze each approach and its practical applica-
tion to eac~ individual necessitates the understanding of
the components of the program, the teacher implementation
of the instructional materials, the learner's readiness
and finally, the responsiveness of the pupil to the pro-
gram. Presently it is possible only to analyze what the
programs contain or what can be inferred from the litera-
ture.
The emphasis must be changed from which method works
better, to what specific help does this or that method
offer a particular child.
Summary
Although the methods for teaching word recognition
have been described separately, an efficient teacher seldom
uses one method to the exclusion of all others. It is
desirable that the disabled reader have the experience of
reading something independently as soon as possible. There-
fore, if he can learn by 'a sight method, he begins with it.
But in order to achieve mature reading habits he must be
able to unlock unfamiliar words without assistance, so he
is gradually helped to improve auditory discrimination and
perception and knowledge of phonics. Soon he learns to
25
apply phonic principles to help him remember the sight
words. ~~en words are.particularly difficult, he may
resort to tracing. The instructor hel~s the student build
on his strengths for rapid success but at the same time
slowly builds up the weak areas in order to establish a
firm foundation in reading skill. Teaching is most
effective when the best of a11 methods are used in combina-
tions suited to the 'particular needs of the individual being
26taught.
26Edward C. Frierson and Walter B. Barbe, ed., Educa-
tin Children With Learnin Disabilities: Selected Readings




Impetus for the improvement of reading instruction
in this century began with the flight of Sputnik. All the
world was then challenged by the supremacy of Soviet
technology. This event was the spark which touched off a
technological and informational explosion that has resulted
in the greatest period of scientific activity the world
has ever known. Education has shared in this activity, and
reading has been included in it.
One result of stepped-up activity in education was
an outcropping of many new or resurrected approaches to
beginning reading. Authors and publishers hoped that their
respective products, would enable children to read better in
a shorter time.
For generations, in various parts of the world, two
basic methods had been used for beginning reading, either
the global method or the synthetic method in some variation.
The global method tends to define readiness in terms of
such characteristics as language ability, experience, general
intelligence, interest, emotional and social development.




disc~ssion. Letter or word discrimination are omitted and
letter names are not taught. l The synthetic method is
an approach wnereby children are taught to sound letters
and letter combinations singly and then blend these
individual sounds to form a word. 2
The material of instruction had been a set of basal
readers. Now, as has been seen in this paper, a whole
galaxy of new methods and materials has appeared. Will some
of these newer methods and materials replace the two basic
methods of past worldwide usage? Will we settle down to one
or two favorite new methods in the immediate years ahead?
In seeking clues to answer these questions we have
turned to research. Recently in the United States a coopera-
tive study was made, funded by the United States Office of
Education, in which investigators used the newer methods
in various combinations with basal readers in the first
grade in twenty-seven locations in our country. During
the first year of this series of studies, data were compiled
from the twenty-seven individual projects in which different
methods and materials had been used. 3
lJeanne Chall, Learning to Read: The Great Debate
(St. Louis: McGraw-Hill, 1967), p •. 359.
2Carol K. \-iinkley, II'Why Not an Intensive-Gradual
Pllonic Approach" ~n Teachin Wora Reeo nition Skills, com-
piled by Mildred A. Dawson Newark: Delaware: International
Reading Association, Inc., 1971), p •. 22.
3Guy L. Bond and Robert Dykstra, "The Cooperative
Research Program in First Grade Reading Instruction,"
Reading Research Quarterly, II (Summer, 1967), pp. 26-146.
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Following the first year of experimentation, thir-
teen of the twenty-seven projects were continued for an-
other year to assess the relative effectiveness of these
programs after two years of instruction. 4
The results of the first grade study indicated that
code emphasis reading programs tended to produce better
overall achievement for beginners than did meaning emphasis
programs. The ttcode-emphasis n group believe that the initial
stage in reading instruction should emphasize teaching chil-
dren to master a code--the alphabetic code. The "meaning-·
emphasis" group believes that chil9.ren should and do learn
best when meaning is emphasized from the start. 5
The results of the second year study indicated the
same thing, that early and relatively intensive teaching of
sound-symbol correspondences appeared to be highly related
to reading achievement at the end of the second grade, also.
When the third grade is reached, however, a different
situation was found. Six investigators (Fry,6 Harris, 7
4Robert Dykstra, "Summary of the Second Grade Phase
of the Cooperative Research Program in Primary Reading Instruc-
tion" Reading Research Quarterly, IV (Fall, 1968), pp. 49-70.
5Jeanne Chall, Learning to Read: The Great Debate
(St~ Louis: McGraw-Hill, 1967), p. 134.
6Edward Fry, Comparison of Three Methods of Reading In-
struction, Results at the End of Third Grade, Final Report,.
Project 3050 (New Brunswick, N.J.: Rutger.s University, 1967).
7Albert J. Harris, et al~, ·A Continuation of the CRAFT
Project: Comparing Reading Approaches with Disadvantaged Urban
Ne ro Children in Primar Grades, Final Report, U.S.O.E. Project
No. 5-0570-2-12-1 New York: Selected Academic Readings).
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Hayes,S Ruddell, 9 Schneyer,lO Vilscekll ) of the
original twenty-seven projects followed their pupils
through the third grade. According to this projection of
the U.S.O.E. Cooperative Studies into the third grade, the
code emphasis in beginning reading did not show superiority
over other methods. There was no consistant advantage for
any of the methods studied when pup·ils were followed through
to the end of the third grade.
Similar conclusions were found resulting from studies
conducted in other countries. Morris made a follow-up study,
in England of ninety-eight "poor readers". She found a
slight difference in favor of phonic methods at the end of
infant school, the first three years, the next three years
8 .
Robert B. Hayes and Richard C. Wuest, Factors Affec-
ting Learning to Read, Final Report, Project No. 6-1752
(Harrisburg, Pennsylvania: State Education Department,
1967) •
9Robert B. Ruddell, A Longitudinal StudI of Four
Programs of Reading Instruction Varying in Emphasis on
Regularity of Grapheme-Phoneme Correspondence and Language
Structure on Readin Achievement in Grades Two and Three,
Final Report, Project Nos. 3099 and 7 0 5 Berkeley: Univer-
sity of California, 1968).
lOWesley J.Schneyer, !tReading Achievement of the First
Grade Children Taught by a Linguistic Approach--Extendedinto
Third Grade," Reading Teacher, XXII (.J."anuary, 1969), pp. 315-
319.
llElaine C. Vilscek and Donald L. Cleland, Two Approaches
to Reading Instruction, Final Report, Project No •. 3195
(Pi~tsburgh: University of Pittsburgh,.,1968).
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somewhat favored those whose introduction to reading had
been the whole word method. The differences were not
significant. She concluded "The teachers competence, the
children's intelligence, the classroom facilities were
factors found to be more important influences on later
reading success than the method used in the initial phases
of reading instruction.,,12
And so it is that research supports the contention
that in the long run the teacher, the children, the school,
and other general factors are more important than the
method or the material.
To answer the question posed in regard as to which
method will reign in the 70's, research and philosophy at
the present time would lead us to believe that many dif-
ferent methods will be and should be used according to the
learning styles of children, the teaching styles of teachers,
and the school and environmental influences under which the
children and teachers are working.
12Joyce M. Morris, "Teaching Children to Read--II:
The Relative Ef~ectiveness.ofDifferent Methods ~f Teaching
Reading, B'. The Place and Value of 'V"hol.e-Word Methods,"
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